This article explores the relationship between three basic concepts that are much discussed by pedagogues, scientists and politicians: changes in the life-courses of young people, educational opportunities, and ongoing Europeanization. There is a complex relationship existing between the three 'partners' , with youth, learning and Europe forming a difficult ménage à trois. But evident to all players in the field is that educational institutions no longer respond adequately to societal demands and individual needs. The author suggests that among contemporary European youth are trendsetters who make their own learning agendas by drawing less on formal education and more on informal and non-formal learning contexts. This is in parallel with growing political and scientific consciousness of the need to arrive at new educational/vocational policies and practices in Europe to serve all young people.
INTRODUCTION
In the following I elaborate on three pivotal components of society: youth, learning and Europe. I am aware that this is a rather vague description of my topic. None of the terms can be unequivocally defined, nor do they refer to scientific or political consent, and none of them has an unambiguous history. However, it is my intention to discuss how these three components are linked together, what they have in common and the differences between them. In the light of ongoing Europeanization, scholars realize that they need to extend their national research agendas to a European-wide dimension in order to understand the developments going on in these three fields of youth, learning and Europe. Will there be a durable ménage à trois?
The educational campaigns of the 20th century have led to mass schooling in western European democracies, which in turn has contributed to the destruction of productive learning. 1 The present crisis in public education is evident and no longer denied by politicians, educationalists and researchers. All studies, whether left-or right-wing, whether educational (Lave and Wenger, 1991; Renkl, 2002; Steinberg, 1996) , cognitive-psychological (Boekaerts, 2003; Csikszentmihaly, 1997; Holzkamp, 1993) , socio-cultural (Buckingham, 1998; Miles et al., 2002) , sociological (Coffield, 2000; Frommelt et al., 2000; Young, 1998) or assessment-oriented such as the international PISA study (OECD, 2001) , have come to the basic conclusion that education needs to be updated in order to serve the demands of society as well as individuals. School is also a subject in public debates. Public opinion demands more pedagogical content, misses clear educational values, complains about increasing violence and danger at school and calls for stricter control measures to mitigate truancy.
In the 1980s and 1990s, youth and educational research drifted away from each other -at least in the countries west of the Iron Curtain. Youth research developed the individualization theorem, discovered new cultural trends in juvenile life, took over insights from gender discussion, became aware of the complexity of multicultural societies and vehemently pointed to the consequences of youth unemployment (Bjerrum Nielsen and Rudberg, 1994; Bynner and Parsons, 2000; Fornäs, 1995) . Educational research, on the other hand, dealt with organizational models for school and questions concerning the curriculum and teachers' education, and treated youth merely as pupils (Helsper and Böhme, 2002; Sidorkin, 2002; Tippelt, 2002) . In transition research the disciplines moved closer again as the transition from school to work revealed not only gaps in the educational and vocational system, but also the crisis in labour society (Berger and Konietzka (eds), 2001; López Blasco et al., 2003) . Since the fall of the Berlin wall and the opening of eastern European borders -the most decisive change in Europe after the Second World War -the problem of school graduation and labour market entry spread to the eastern block countries (Chisholm and Kovacheva, 2002) .
Youth and educational researchers agree that in late modernity -or however we want to designate the place/time frame in which we are now living (Bauman, 2000; Beck and Bonß, 2001 ) -a comprehensive and adequate learning theory is lacking. Learning and education is, as Green says, 'arguably the most inadequately theorized issue in this whole debate . . . ' (1998: 177) . It has probably never been that unclear how 'youth and learning' should be theorized today in order to arrive at a new school practice and educational concept. To this end, ideas of the reform movement, critical education and pedagogy,cognitive psychology,youth sociology,system theory,as well as recent European discussions on non-formal education and lifelong learning are being reactivated using a totally eclectic approach. However, in the already existing confusion or, in the words of Habermas, the 'neue Unübersichtlichkeit' of our epoch, such an approach can only lead out of a dead-end road into an open space. Therefore the broadening of the terms 'learning' and 'education' in relation to changes in the life-course of young people needs to be discussed, as do the consequences for the educational institutions of such a broadening. This is shown in the nation-wide as well as European-wide discussions concerning the relations between formal education/learning, non-formal education/learning, informal education/learning and lifelong education/learning. 2
A LEARNING HISTORY
In the train from Budapest, Hungary, to Cluj, Romania:
In connection with my seminar 'Youth and Europe' I accompany a group of Dutch and American students on an excursion. While the students try to kill the time during the long journey between Budapest and Cluj by listening to their walkmans and talking in English, I am sitting in another carriage and listening to the learning history of a 17-year-old young man: He cannot find a job in his home country, Romania, which is why he is living with his uncle just across the border and working illegally in a Hungarian restaurant. As a waiter he not only picks up Hungarian, but also other languages, for instance some German. During his vacation he tries to find a job abroad with his tourist visa. In the meantime he has learned Italian quite well. But most of all he is interested in learning English and working with the new media, Internet, which he uses in an internet café in a small town in Hungary -'I learned it in one day'. He doesn't visit the public library. He doesn't read a lot, but he attends an English language course in the evenings. Later he exchanges email addresses with an American student. I ask him about his plans for the future. He doesn't really have any: he would like to go to sea -'to see the world . . .'. His father works in a factory, his mother makes shoes at home and they live in a small town in the north of Romania.
Claudiu represents a specific variant of modern youth who create new combinations between learning in and outside of school. He cannot do much with his formal education, which consists of eight years of school. It did not lead to a stable job in his country, nor to further study backed by educational facilities and financial security. At 17 years of age he speaks five languages -albeit not excellently, but well enough to communicate. This is an advantage he has over his peers in western European countries, who go to school for much longer. The fact that the English language is the most important language for him shows that he is realistic: he knows this is the lingua franca in Europe and for the future. Like other young people, he does not acquire information by reading but through the internet and he combines learning and working in different contexts and places. Like many young people of his age group in western countries, he has an open plan for the future that has a direction in the sense that he wants the ship of his dreams to rescue him from the local limitations of his present life and carry him into the open, the unlimited. And the journey should go west, into rich countries with better conditions. For this purpose he accumulates 'western knowledge' in his own chosen ways.
BROADENING LEARNING CONCEPTS
A broadening of traditional concepts of learning is part of the transformation process that leads European industrial labour societies to post-industrial knowledge societies. Inasmuch as the young generation has the longest life expectation, it will also have the most to do with new forms of knowledge acquisition.
The discussion on other than formal types of learning has been initiated not so much by representatives of formal educational institutions as by representatives of the economic sector, of European and international organizations such as OECD and Council of Europe and pedagogues involved in adult education, where alternative types of learning and the idea of a lifelong learning process -éducation permanente -were already accepted in the1970s and even earlier (Peters, 2003) .
Going back in European history, we find non-formal learning rooted in adult education -adults learning because of a desire to enhance their knowledge, a desire which elementary school education could not fulfil. In that sense, non-formal learning has long been part of emancipatory movements, like the workers' movements of the 19th century and the women's and black power movements of the 20th century. The pedagogy of Freire and other 'de-schoolers' also belongs to this political tradition of non-formal education and learning. Non-formal educationalists and non-formal policies provoked thinking about the flaws of formal educational institutions and were used in concepts of compensatory education in the 1960s and 1970s whose aim it was to reactivate 'sleeping learning potentials' by connecting the formal curriculum with learners' experiences outside school in order to stimulate learning motivation.
Contrary to expectations, however, these early encounters between formal and non-formal approaches did not lead to an integration of both learning modes in school. Non-formal education and learning remained in the realm of voluntary associations, leisure activities and youth work. Yet, alternative pedagogies have remained in the field of educational discourses and reverberate in recent school critiques, including the abrogation of the teacher-learner hierarchy and the contextualization of content, as well as what learners experience from the learning material as relevant for their own biography (situated learning: Lave and Wenger, 1991; experiential learning: Wenger, 1998; learning relations: Sidorkin, 2002) . Note that these notions all concentrate more on the activity of learning and less on education as a fixed set of normative concepts, let alone one overall pedagogical theory.
From the 1980s onwards neo-liberal educational theories won momentum in parallel with a series of deep economic recessions and intensified global competition. Free market economics began to replace post-war Keynesian approaches. Education and learning needs were incorporated in these new trends. The European Union's recent interest in formal -but even more so in non-formal -education and learning must be seen in direct relationship with intensified economic competition on a world scale. This economic preoccupation is precisely the reason for the ambiguities in the much-used concepts in European documents and discourses on 'non-formal learning/education' and 'knowledge-based society'. On the one hand, the widespread discussions about new forms of learning provide a real chance for young people to learn in less restricted environments, and be motivated to learn. On the other hand, the strong emphasis on economic competitiveness in combination with privatizing educational facilities puts the responsibility for their own learning career on the shoulders of the individuals.
The same ambiguity obtains with knowledge society. Knowledge society can be understood as 'learning society', meaning not only the demand but also the opportunity for life-long and life-broadening learning. At the same time, the term announces a transition from Fordist to post-Fordist society, which means more and more importance given to new information technologies and strategies for production and a tendency towards growing unemployment. Low-qualified workers have then fewer chances to get permament employment, while all employees are called upon to enhance their flexibility and availability for an unprecedentedly capricious labour market. Gorman and Ramdas argue that 'a shift in policy discourse from "education" to "learning" implicitly individualizes and de-politicizes learning' (Colley et al., 2003: 15) . Indeed, not only education, but also learning, has always had a political dimension and may be used for emancipation and participation as well as for their opposites.
In European documents, non-formal education/learning -no clear distinction is usually made -serves the function of an all round cure for all the deficiencies of the formal educational system. It is supposed to prepare young people for the new challenges in the labour market and the knowledge society; it is supposed to compensate for the deficiencies in apprenticeships and training systems, and it must lead to more equal opportunities. It is above all supposed to prepare the young generation for the European Union and to make them European citizens (Bjornavold, 2000) .
Non-formal education may be defined as a planned programme for personal and social education for young people designed to improve the range of skills and competencies, outside but supplementary to the formal educational curriculum. Participation is voluntary and the programmes are carried out by trained leaders in the voluntary and/or public sectors, and should be systematically monitored and evaluated. The experience might also be certificated. It is generally related to the employability and lifelong learning requirements of the individual young person, and may require in addition to the youth work sector the involvement of a range of government or non-governmental agencies responsible for the needs of young people. (CoE, 1999) Non-formal education/learning, in the sense of the old meaning in adult education and youth work as well as in the new sense of being a 'learning container' for everything obligatory education does not provide, is supposed to bridge the gap between formal education and lifelong learning. It is not school that motivates lifelong learning -on the contrary, most school participants are glad when they are finished with it; pupils and teachers alike. More and more learning opportunities outside school elicit motivation and stimulate learning.
These are the promises of non-formal education. However, critical researchers like Coffield (1999) keep emphasizing the control functions which characterize these new learning concepts: even learning outside school can take on a coercive character and be done under compulsion if it is subservient to the interests of the labour market (Colley et al., 2003; Furlong, 1999; . Other observers point to the dilemma which non-formal education will run into the more this concept is propagated. The dilemma is that acceptance by society and accreditation leads inevitably to formalization and institutionalization and can therefore destroy the voluntary character and biographical relevance of non-formal education/learning. In the research programme 'The Learning Society: knowledge and skills for employment' led by Coffield and his colleagues, which aimed 'to examine the nature of what has been called a learning society' (Coffield, 2000: 3) , the authors acknowledge this danger (Davies, 2000) . Also the Council of Europe, the most important pan-European agency working on methods of non-formal learning to serve civil education and combat racism through intercultural learning in youth work and (Y)NGOs, is searching for solutions to the dilemma between informality and formalization of non-formal education/learning (du Bois-Reymond, 2001; Lauritzen and Guidikova, 2000; Siurala, 2002) .
We know from Bourdieu and other critical sociologists that all arrangements in society, including the institutions that offer education, form a field of power. What we experience today is a re-structuring of this field. The problem of teaching arises when education becomes questionable, says Bourdieu. Under the pressure of new societal necessities, the traditional professionals who work within formal education have to release power to less professional or other mediators of knowledge, as is shown, for example, in community schools where professional teachers work together with youth workers and semi-skilled personnel and volunteers. Schools distance themselves from professionals outside school such as youth and social workers because they do not want to endanger their long-term privileges. At the same time we see a revival of compensatory education: learning in school and outside school is supposed to be more interconnected in order to manage the school crisis, and in particular, to prevent the weak students from dropping out of school early (Valkenstijn and van de Burgwal, 2001) .
The educational market is divided. As part of the school crisis, are we experiencing the devaluation of traditionally educated teachers because new learning markets are evolving next to the old? This question cannot be answered unequivocally. On the one hand, tendencies towards increasing privatization and deprofessionalization are increasing in the educational system in practically all European countries. On the other hand, there is a growing need for well-educated teachers, and even an acute teacher shortage in many European countries as learning demands grow. Lifelong and diversified learning will determine the opportunities for the coming generations. Those who do not begin learning in their infancy -in preschool it can already be too late -are in danger of ending up as outsiders. This is a new historical situation: not too long ago a small portion of willingness to learn was enough to secure a stable job and family biography, but this is no longer the case.
FLOW MOTIVATION
My analysis has so far elaborated on the structural side of the educational field in its societal context. Now I want to approach the learning agents and look into their cognitive motivation, to discover whether it exists or not. I will start with the distinction,familiar from learning psychology,of extrinsic and intrinsic motivation. My thesis is that knowledge societies need intrinsically motivated learners, whether because of new economic needs and considerations or in order to provide more stimulating learning environments for all children and young people.
It is interesting that for learning psychologists the relation between motivation and learning is not so clear as one would assume. 'Even if we could reliably show a clear effect of motivation on the outcome of learning, it remains unclear as to how exactly motivation could influence the cognitive processes that lead to learning', Rheinberg and his colleagues observe. They present a complex model with 'windows' that allow a view into the black box of 'learning' (Rheinberg et al., 2000: 81-2 ; see also Boekaerts, 2003) . Similarly, the familiar distinction between intrinsic and extrinsic motivation is unclear because the various definitions inevitably lead to the question of what exactly is 'inside' and 'outside' the learning agent. Heinz Heckhausen, one of the founding fathers of motivation research, describes intrinsic motivation as a related sequence of action, outcome, and consequences.
An example of such intrinsically motivated learning would be when a person is engaging in learning (i.e. action) to reach a self-set standard of excellence that indicates an acquisition of new competence (i.e. outcome), of which one will be proud (i.e. internal consequence). (Rheinberg et al., 2000: 96; see also Heckhausen, 1991: 403-8) Csikszentmihaly masters the difficulties of the relation between motivation and learning and what is external and what is internal very elegantly, and for youth sociologists 3 interested in the new types of learning, in a convincing way. He does not focus on aim and effect as school psychologists do, but he observes situations outside of school where people enjoy learning: 'If we can learn more about activities which are enjoyable in themselves, we will find clues to a form of motivation that could become an extremely important human resource' (Csikszentmihaly, 1975 (Csikszentmihaly, : 2, 1997 . From within motivation psychology Csikszentmihaly criticizes its focus on behaviour, performance and function instead of experience and events. He develops a 'flow model' where experience of an appropriate learning process results in a sequence of actions. 'Flow is a state of experience that is intrinsically rewarding; hence it provides its own motivation ' (p. 191) .
Even though Csikszentmihaly's theory does not specifically refer to young learners it still offers constitutive elements for our elaboration on new types of learning. 'Flow learning' is not restricted to spontaneous or playful activities; it can occur within highly structured learning and working environments, provided the learners have control over their environments and activities, experience that they discover something new, solve a problem, measure their personal abilities with physical or symbolic challenges -in a nutshell, that they learn in a meaningful way. Therefore it cannot be concluded that school is excluded from 'flow learning', yet the majority of pupils today suffer from 'flow deprivation' (Csikszentmihaly, 1975: 202) .
DISENGAGED AND TRENDSETTER LEARNERS
Youth sociologists and in particular transition researchers almost exclusively focus on real or potential losers in knowledge societies. This includes young people who have very low and often incomplete school education. Because this group is highly relevant for politics, they are of great interest. One of the main questions in transition research is how to prevent a whole group of youth and young adults from ending up on a social scrap-heap. What role does vocational guidance and vocational training play? These questions are raised with respect to unused human assets as well as to the danger of social exclusion. Youth researchers as well as (European) politicians ask which measures are to be taken in order to help these young people to be included in workable societal institutions and life (Corijn and Klijzing, 2001; MacDonald, 1998; Rudd, 1997) .
These questions are important. However, it is wrong to lose sight of the young people who react to the crisis of formal education by developing new learning and life strategies, by creating new combinations of formal, non-formal, informal and peer learning, thus giving meaning to the concept of lifelong and life-broadening learning. Up till now there have been no clear theories or empirical data concerning this group of young people, even though it is precisely these young people who deserve the attention of school, educational and youth researchers because they produce solutions for our pressing educational problems. As Hollands observes: 'Much of the recent transition literature . . . focusses largely on disadvantaged youth while ignoring other categories of young people [. . .] there is very uneven information about the transition experiences of a range of young people' (Hollands 2002: 160; see also Chisholm 2001; Ziehe, 2000) .
We have no clear insight yet into how these 'new learners' are spread across the social field, within as well as between European countries. Are they more common in advanced capitalist countries or in the post-socialist countries? The fact that capitalist countries generally have more resources inside and outside of school and family would favour the former, where the symbolic-cum-analytical occupations, which stimulate new learning, are more common. As regards post-socialist societies, it could be argued that out of need and with the opportunities information societies offer, young people in these societies become active and create new types of learning, in particular with regard to the area of ICT (exemplified by the above-mentioned case of the Romanian young man).
We also do not know how far this group of new learners can be differentiated from real and potential losers in modern societies. It is possible that there are overlaps where inventive and short-sighted learning strategies and intrinsic and extrinsic motivation interact in the course of life of a young person, depending on the learning and working context and on the biographical needs of the learner. This is probably the case,because all young people had or have to attend compulsory school. Even though many international studies prove that those young people in danger of social exclusion generally have an inadequate school education and that youth belonging to ethnic-cultural minority groups carry a double load, we do not know if and under which circumstances discouraged learners could turn into new and permanent learners. We know that in the past decades girls and young women have made up for their educational disadvantage in relation to young men in European society. But we do not know whether or not there are gender-specific differences with regard to new learning strategies and the testing of new vocations.
With these un-researched and unanswered questions in mind I want to put forward several hypotheses and discuss first results from a European research project which I am part of.
Firstly, youth and young adults who do not merely rely on one-sided formal education (as successful learners previously did) but who create a blend of different types of learning have better opportunities in knowledge societies. This group of new learners could be provisionally called trendsetter learners (TLs) and be distinguished from disengaged learners (DLs). 4 TLs learn with intrinsic motivation and provide themselves with flow learning experiences, while DLs do not succeed in this for various reasons, but one of them, namely their experiences in and of institutions of formal education, plays a major role.
Secondly, one plausible hypothesis, supported by many educational/sociological studies, holds that successful learners possess much cultural and social capital and that they are to be found in the upper cultural field of Bourdieu's six-field diagram. However, I would offer the hypothesis that TLs might acquire and create youth cultural capital that helps them to realize self-determined ways of learning and living, which are not as dependent on cultural inheritance from the family as was the case with former generations. Note that I do not refer to youth subcultures in traditional youth sociological thought but I focus here on the realm of learning in other than officially defined ways. Put in historical perspective, these young people would be the representatives of the first generation emancipated from the old, dominant mediators of learning. The assumption is also that TLs can originate from the upper as well as from the lower social classes. Thirdly, an hypothesis whose basic concept has been discussed from many angles but not empirically proven, focuses on the professions and work fields TLs specialize in. In the terminology of Robert Reich (1991) , TLs are symbolic analysts (see also Alheit's 'biographical designers' (1996) and Hollands (2002) , who speaks of 'knowledge professionals' amd 'cultural intermediaries'). Because these professional work fields are new and are typical for knowledge societies, this hypothesis would enforce the previous assumption about the relative independence of TLs from traditional family resources.
Fourthly, the life course approach in youth sociology has contributed to a fruitful paradigm shift (see Corijn and Klijzing, 2001; Heinz and Krüger, 2001 ). This approach has helped us out of the trap of distinguishing between 'youth' and 'young adults' by means of age. Analyses of the crisis in labour societies and the erosion of gender specific normal biographies have led to new concepts of 'youth' and 'young adults'. The above-mentioned European research group has developed the concept of a yoyoization of the life course (du Bois-Reymond and López Machado Pais, 2003) . 'Yoyoization' is a playful term coined to point out that the linear development of a life course, which automatically used to lead from 'youth' to 'adulthood', has disappeared in late modernity and resulted in strange overlaps where on one occasion a young person acts more as a youth and is defined by society more as youth, and on another, he or she acts and is defined more as an adult, for instance in a working environment. Or both are possible: being young and adult at the same time, as for example, when exercising parental responsibilities at a very young age. Accordingly, it is plausible to assume that individual youths and young adults have a 'broken' learning and working biography where occasionally they can be categorized into the TL faction, and at other times into the DL faction.
A strategic research consideration is connected to this last hypothesis: namely that youth should be theorized and empirically researched in its overall appearance because the factions of TL and DL -and all blends in betweeen -are related and give insights into general societal organizations such as schools, the labour market and the respective transition regimes (for a broad overview, covering diverse aspects of the problem, see López . The question of what the particular nature of these relations is, within one national society as well as between European countries, is part of a future research agenda. I elaborate on this in my last paragraph.
The YOYO project (see note 4) aims at finding the requirements for participatory youth policies in Europe. We were inspired by the idea that informal types and strategies of learning developed by trendsetter learners in the course of their biography can be fertile for participatory youth work and youth policies. Here I will concentrate on the tension between formal education and new learning.
We conducted about 280 biographical interviews with youth and young adults (for more information on sample and method, see du Bois-Reymond et al., 2002) . It showed that not only DLs complain about the formal educational systems, but also TLs. Both groups -regardless of their level of secondary education -criticize two crucial features of formal school education. One relates to structure, the other to subject. The structural problem is rooted in the gap between 'theory and practice'. Both groups explain that what they learn at school is of no use outside school. As pupils they experience the irrelevance of formal learning and content for their present and anticipated life. Instead they are looking for a 'fusion of learning and living'and have a programmatic idea of how learning and practice could be combined in a useful way. But the service which should provide this -the vocational guidance offered by schools -lets them down and fobs them off with para-information that does not pave the way to the working world. They experience their teachers' deficiencies in providing orientation for their future life. It would help if they admitted and discussed with their students that there is no security and stability any longer in the post-modern world. Such discussion would certainly add to enhancing reflective thoughts in both students and teachers -reflexivity being an indispensable property of individuals living in complex societies.
The subject-related criticism is directed toward teachers who do not treat their pupils and students with respect and who want to demonstrate their power and authority. This criticism on the part of young people recalling their time in school is the result of the individualization thrust, which dismissed the modern biography from traditional dependencies. Youth today does not wish to submit to authority any longer, whether to teachers or parents. Young people want to be perceived and accepted as individuals and individual personalities. This can obviously not be provided by mass education at school; on the contrary, positive experiences at school are related to comradely interaction with teachers or learning topics which students experience as useful.
Whereas DLs respond to negative school and learning experiences with rebellious strategies like 'internal emigration' (daydreaming, mental absence) or revolting against teachers and school rules -in both cases learning is prevented -TLs aim more at compensating the stress at school with productive anti-strategies. They despise authoritarian teachers, but find compensation in activities they initiate in and outside school. This includes, for instance, running the school canteen, organizing school festivals, doing projects with an ICT teacher or expanding their own hobbies during their leisure time. If necessary they drop out of school and continue learning at a later stage. They know that a formal high-school certificate is imperative, but they are not prepared to get the highest school degree when they are fed up with school (or even university). Even though most of the young people find a part-time job while still attending school in order to be able to take part in youth culture and consumption, TLs are not only marked by working to earn money, but also, if possible, by marketing their hobbies. As motorcycle enthusiasts, for instance, they repair their friends' motorcycles, or they set up websites for them. Next to extrinsic school learning, these young people have created an intrinsic learning motivation for themselves and make it fruitful for their leisure time and their future life course. In other words,they do not allow their intrinsic motivation to be destroyed by school learning.
TLs can be distinguished from DLs by their activities in their later life course: TLs insist that the greater part of their work must be autonomous and try to minimize or avoid alienated work conditions. That is the reason why many of these young adults become entrepreneurs: they want to be their own boss in scheduling work and leisure time (Fay and Frese, 2000) . They prefer to learn from peers instead of from adults, and not at all from official people or employers. They don't have illusions concerning the risks and the initial amount of work they need to invest in their enterprise. Many fail in their first attempt, but start again, sometimes with an ongoing parttime job or having worked in the interim in order to have enough financial resources.
Case fragment -Italy
Young people from the university decided to set up a cooperative, more precisely a printing house, without having any experience in that sector. They had worked during the summer to raise the necessary funds. They did not have any know-how; they got down to work showing great motivation, enthusiasm and creativity. 'Since most work was computer-based, I needed manuals and I was studying them. I didn't have a PC at home, so I was working at it at night in the office. . . .' This young man is now freelancing as a web graphic designer and developer, but when he started, he did not know how to turn on a PC. In retrospect he says:'I still consider it the most formative experience of my life; creating that cooperative helped me build my profession '. 5 For TLs money is not so important; they just want to earn enough to survive, not more. Work is part of enjoying life and therefore there is not a clear distinction between work and leisure time. Useful and stimulating work is more important to them, and in order to experience the usefulness of their work they are prepared to take greater risks. They are driven by a hunger to learn -'there is really nothing stopping us'; 'I'm always prepared to listen and to learn' (UK); 'the human factor is the most important thing in work' (Portugal); 'I always want to advance and learn more' (Germany);'opening up your mind, bringing it out, what you have inside there'; 'I was walking away from a lot of money to nothing' (Ireland); 'I am an innovator' (Netherlands) -are phrases expressing their attitude toward learning.
Case fragment -United Kingdom
As a young boy Peter loved scrambling and tinkering about with motorbikes. Friends and local people brought him their motorbikes for him to fix. On completion of his compulsory education he won a sponsorship to complete a lower post-education course in engineering which also gave him the opportunity to gain an apprenticeship. This opportunity gave him paid work experience in several local engineering industries. He soon realized that in order to be successful and in a position of control within the engineering industry he needed to follow the university route. Throughout his school and university career he continued to fix motorbikes. Dissatisfied with the service he was getting from dealers he decided to supply the parts himself. It was at this point, during his first year at university, that he registered himself as a business. He took a year out from university as he had started to design and make new products for Q. He had started to employ other people at this stage and had negotiated with his father to move the sheep out of a barn so he could establish his business there. [. . . .] Soon he realized he would have to break into the European market and developed a prototype. The demand for his product far outreached his capacity at that time. . . . 6 These and many more examples from our research material show that TLs conceive of learning as an integral part of their life, associated with work, communicating with relevant others who can contribute to their projects, leisure activities, and making plans for the future. Without knowing and wanting it, they set trends in the learning and educational field which relate to the previously discussed features of situated and experiential learning and to new mixtures of formal,non-formal,and informal learning (for an extensive and admirably thorough discussion of these features see Colley et al., 2003; also Dohmen, 2001) .
Coming back to the hypotheses and questions raised above -how trendsetter learners are spread across the social and geographical field in Europe and whether there are systematic connections between social origin, gender, ethnic-cultural affiliation and support from family -these issues cannot be answered clearly at this stage. However, we know that within the participatory youth projects we studied, young people who are fed up with school and education change extrinsic motivation into intrinsic learning and working. We have examples of their becoming trendsetter learners through their new experiences with youth workers, peers and newly established networks. In projects where their own initiative is promoted, where the focus is on informal learning and learning linked to relevant contexts, and where they are taken seriously by their mentors in spite of their difficulties, they experience the usefulness of learning and the respect and regard for their individual personalities that many of them missed in school.
This observation tells us not to use the categories of TL and DL in a schematic way but to refer to trendsetter learners when they acquire and expose a certain learning habitus -be that within or outside the educational system. However, it seems that non-formal education is much more suited to help young people to acquire such a learning habitus than is formal education. Hence the recent discussions in the political and pedagogical communities about exploring possibilities of introducing more open learning-teaching approaches and extra-curricular activities in the formal curriculum.
Concerning the question of a possible new type of youth cultural capital, first results strengthen rather than weaken this assumption. While Bourdieu holds that cultural and social capital is passed down within the family to the next generation and that this mainly determines educational opportunities, informal learning in peer groups in and outside school is becoming more important in knowledge societies. Learning in educational institutions led and ruled by the older generation is losing its monopoly. Teachers and parents can no longer prescribe or foretell the educational career of their offspring with certainty and authority as they used to. Through young people's tendency to acquire knowledge independently, the cultural capital of the parents might be outdated before it can profit the children. Youth and young people with few family resources have more opportunities in knowledge societies than in pre-modern societies with their characteristic gender and socially determined school careers. Nowadays young people, whether they originate from social milieus with high or low educational backgrounds, have a more open plan for the future than previous generations (Plug et al., 2003) . Those who have neglected to acquire educational capital in time, have now the opportunity to make up for it later in formal as well as non-formal educational settings. But having stated that, we must not jump to the conclusion that because there are more learning opportunities today, risk biographies are decreasing; on the contrary, as transition research demonstrates again and again. For this reason, youth political measures to ease the tension between formal and non-formal education/learning, and between education and labour markets are paramount (see below).
Trendsetters do not form a uniform faction within the young generation in the sense of Mannheim's 'Generationseinheit'. This has to do with the turbulences of post-modern societies, which make the life course of young people unpredictable. There are no clearly definable groups, whether with regard to their social, ethniccultural, or geographical origins, or with regard to age. A 15-year-old boy who cracks the code which is meant to prevent the copying of DVDs (reported in NRC Handelsblad 8 January 2003) can develop a trendsetter learning habitus as much as a 24-year old without a formal school certificate, who is lucky enough to be included in a participatory project, which motivates and integrates him again. We found TLs in all research countries, not only in the rich western societies but, for example, also in Portugal and Romania, and we found them coming from well-to-do as well as poor families, including cultural-ethnic minorities.
How exactly individual trendsetter biographies develop, which phases they go through, how they move between extrinsic and intrinsic learning motivation, between learning success and learning failure, and which solutions prove valid with regard to personal desires and societal expectations; to judge all this from the point of view of success and failure, of social integration or exclusion, is becoming an increasingly provisional business for not only the agents themselves, but also for pedagogues, politicians and youth researchers. That brings me to my final point in which I want to discuss research agendas and European youth policies.
A EUROPEAN AGENDA FOR YOUTH RESEARCHERS
We are in the midst of a transition period, which is labelled and discussed by sociologists using many terms -postmodernity, late modernity, second modernity, liquid modernity, network society, information or knowledge or learning society. However, all analyses agree that the structures produced by modernity, including educational structures, are in a crisis that results in ambivalence, ambiguity and contingency for the agents. In this transition period individualized mass learning is transformed into extensive learning, which no longer takes place exclusively at school but outside of school as well. Even though non-formal and informal learning is taking over only in a few institutional places ('new institutions tend to be born with the stigma of transience and with an "until further" clause in their birth certificates', says Bauman (Bauman and Tester, 2001: 77) , it has exposed the school crisis, because it shows that learning can take place with intrinsic motivation and be experienced as useful by the agents. Mass education in its present shape is not able, I am inclined to think, to overcome its crisis; neither does it offer a satisfactory or sufficient learning environment to disengaged learners or to engaged learners.
In my opinion fundamental changes in education should not only be expected on a national basis, but they will also be channelled via transnational European and international developments. These developments are by no means unquestionably positive. On the contrary, one must beware of exaggerated assessment methods for measuring and quantifying learning activities inside and outside educational (and labour) institutions, of ongoing privatization and erosion of public obligations in providing education for all, and of tendencies towards a deeper divide between the advantaged and the disadvantaged. This situation requires a range of educational, political and strategic research ideas.
Firstly,learning as one of the most important activities of children,youth and young adults in European societies must not be ruled by bureaucratic and economicutilitarian interests, but should take place in environments where experiments with combinations of different types of learning and topics of learning can be made. Learning environments outside of school need to be provided, maintained and financed -not only in a national, but increasingly in a European context, and particularly to serve youth at risk.
Secondly, learning not governed by economic prerogatives does not mean to place children,youth and young adults in a perfect pedagogical world. Autonomous, intrinsic learning belongs to every phase of life and should be made available for all individuals in any life situation, even when they are in a work situation, temporarily unemployed or busy with parental care. The nature of the work partnership between the individual member states and the European Union which will be involved in effecting the necessary changes is not clear yet and is the subject of an ongoing negotiation process between the respective partners, taking into account, among other things, the principle of subsidiarity. The EC White Paper (2001) is a promising step, although it remains to be seen what solid policies it will entail.
Thirdly, if Europe is supposed to become a competitive knowledge continent (as agreed at the Lisbon Summit in 2000), it needs to invest in intrinsic learning and assure at least minimal economic security to the young generation and the freedom to arrange a self-determined learning and working life. In order to provide this, an integrated youth policies approach is necessary, which bridges the gap between the 'hard' sector (education, labour market) and the 'soft sector' (youth work, leisure time) (see Lópes Blasco et al., 2003) .
Concerning the strategic research and youth policy implications of these requirements, the following questions should be addressed.
Firstly, as a community of European youth researchers we need to gain more insights into the life conditions and situations of young people in all European countries; we are still far away from this (see Williamson, 2002 , who evaluates the Council of Europe's efforts in this respect). In order to accomplish this, we need to provide an active network with scientists who are still marginal members of the European research community -and here I particularly refer to our Eastern European colleagues. We need to show a vital interest in their questions and problems and refrain from forcing our theoretical approaches on them. It may well be that they have new and interesting insights into the dynamics of modernization processes that have escaped us 'Westerners'. This would have implications for European youth research as well as for youth policies.
Secondly, when it is clear that learning needs its own space, which is not merely determined by the needs of the labour market, but neither independent from economic interests, then the work of youth sociologists and youth politicians needs to be directed at determining and empirically researching the relationship between labour market oriented and biographic-culturally relevant learning. This leads to a new definition of what 'education' (Bildung) could and should mean in knowledge societies (Otto and Coelen, 2004 A 'ménage à trois' is known for being a tricky relationship. It demands tolerance and stability and perseverance. Two members can form an alliance against the third; one can drop out. But none of the partners in this context -youth, learning, Europe -can drop out of the present situation. Therefore new balances need to be negotiated and the relationship needs to be maintained -with or without a marriage certificate.
Notes
This article is a revision of a keynote address delivered at the 8th Nordic Youth Research Symposium 'Youth -Voice and Noise' in Roskilde, Denmark (11-14 June 2003) .
1
The following is based mainly on the developments in central European countries; in the eastern European countries the development of mass education was different in that the school organization and the curriculum were based on an educational ideology different from that prevalent in the West (see Wallace and Kovacheva, 1998) . However, in neither East nor West have fundamental reforms taken place to make learning better fit the needs of the learners. 2 See European Commission, 2000 and Harvey et al., 2002 . In an international perspective we must realize that the term 'education' has a different connotation in each country and culture. For example, the meaning of the German 'Bildung' is not wholly covered by the term 'education' because of another pedagogical heritage. And in non-formal education/learning, we see the ambivalence of curricular versus open forms of education and learning arrangements. To a lesser extent the same holds true for informal education/learning, which depends on more emphasis on an informal curriculum as, for example, in the concept of peer education, or on unplanned learning in daily contexts (see also Otto and Coelen, in press). 3 Motivational psychologists used to concentrate on childhood and juveniles attending school. Recently a broader aproach has been taken: a 'life-course trajectory of development' (Heckhausen, 2000: 4) . 4 These terms were applied to young people whom we studied in the European project 'Youth Policy and Participation (YOYO 
